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SUMMARY

The study was designed to test rival hypotheses which have been
proposed to explain the discrepancy between high Negro aspirations and
low Negrc achievement. The three main hypotheses were: (1) Negroes may
have lower acadenu.c aptltude, (2) Negroes may be less motivated; and
(3) Negro asplratlons may not be genuine, but simply a way of winning the
approval of the researcher.

The subjects were Negro and white middle-~ and lower—class students
in an introductory Social Science course at a Chicage junior college.
Measures of motivation and aspiration were cbtained frcm an instrument
that was administered to the subjects during a class period. Measures of
aptitude (the ACT test) and achievement (grades in the course) were
obtained fran school records. A nuiber of methodologlcal improvements
over ‘previous studies in this area were made.

As predicted, significant racial differences were obtained in koth
aptitude and achievement, with Negroes lower on both. However, no sig-
nificant racial or social ~lass cdifferences were obtained on any of the
motivational measures: Self-Concept of Ability, need for achlevement
sense of personal control, Test Anxiety, and School Interest. Thus, there
was no evidence far the motivational explanations for racial differences
in achieveument which have been proposed by other researchers.

There was no racial difference in scores on a short social
c..ec.lrablllty scale, and social desirability was in general not signifi-
cantly related to school interest or educational aspiration, a finding
which would indicate that high scores on those variables were not simply
due to desire to please the researcher. '

However, different correlates of achievement were obtained in the
four race-SES subsamples. Step-wise multiple regression was used to
determine which variables predicted achievement, in addition to aptitude.

viii




Amarig middle-class Negroes » educational aspiration was most important
after aptitude. Among middle-class whites » Test Anxiety was more highly
correlated with achievement than any of the ACT scores. Among lower-
class Negrces and lower-class whites, Social Science Interest was impor-
tant, in addition to apt+itude.

Thus, the present study offers no support for the racial differ~
ences in motivation which have been hypothesized by previous researchers.
However, such an explanation cannot be canpletely rejected because of the
selective factors which affect attendance at a junior college. It is
possible that junior colleges attract relatively unmotivated white stu-
dents, and relatively motivated Negro students. However, such selective
factors cannot explain the failure to find systematic racial differences
in the correlates of achievement. Most notably, a previous finding that
sense of personal control is more hLighly correlated with achievement for

Negroes than for whites was not supported.




CHAPTER I

INTRODUCTION

Statement of the Problem

Studies camparing the academic achievement of Negro and white
students have consistently shown higher academic achievement on the part
of whites, yet studies on interest in and desire for education have
shown that Negroes have aspirations which are equal to those of whites,
or higher. To explain this discrepancy, a nunber of motivational expla-
nations have been proposed. It has been suggested tﬁa‘t Negro students
have less need for achievement, as defined by McClelland (1961), that
they have poorer self concepts, less sense of personal control over
their lives, and a greater amxiety in achievement situations. These
psychologic.al problems would be a natural result of the Negro history of
slavér'y' and discrimination, and yet would hinder achievement even in the
present situation of expanding Negro jcb opportunities. These issues
have been reviewed by Katz (1967), and were also dealt with in the

Slmmer:, 1969 issue of the Journal of Social Issues.

Much of the previous research has dealt with only one variable,
the variable which is the researcher's pet interest. The present study
used.a nurber of variables, in order to test their interrelationships.
It also involved a number of methodological improvements over previous
research, in order to assess the rela*ionship of motivation to achieve-
ment in Negro and white students of lower-middle-class and lower-class
background.

A number of studies document relatively high Negro aspirations.
For example, Coleman, Campbell, Hobson et al. (1966) reported that

Negroes were as interested in school as whites or more so. In their



survey of twelfth-grade students, they found that 58% of Negroes wanted
to be best in their class, as campared with 33% of the "majority" stu-
dents (all students except Orientals, American Indians, Negroes, Puerto
Ricans, and Mexicans); 46% of Negroes wanted to finish college, as com-
pared with 45% of the majority; 76% of Negroes said that they had never
been willfully absent fram school, in camparison with 66% of the major-
ity, and 80% of Negroes, as campared with 75% of the majority, said they
had read at least one book ‘the previous summer.

Lott and Lott (1963) in a study of Negro and white high school
seniors in Lexington, Kentucky, gave all students a Goal Preference
Inventory that measured the strength of the student's needs for academic
recognition, social recognition, and'loye and affection by setting up
hypothetical situations in which the student was asked to choose fram
among the goals. ‘They found that-Negro students were.significantly
higher in desire for academic recognition, both in the total sample and
in matched groups (students of average intelligence--IQ's.of 85-104=-1in
which ‘the family breadwinner was working in a middle-clasé occupation).

. In a study of 33 Negro and 33 white low incame hlgh school stu-
den*s m:rched on age, sex, IQ, and mean social status, Smith and .
Abramson (1962) found that Negroes had significantly higher occqpatlonal
and educational aspirations, and were more success~oriented in thelr
life goals.

Yet in spite of Negroes' equal or greater interest in educational
and occupational achievement, their average level of academic adhleve- _
ment invariably falls below that of whites. Why is the apparent de51re
to achieve not translated into actual achievement? A number of alter-
native hypotheses, which are not mutually exc1u81ve,‘can be suggestedﬁ

Hypothesis 1. Lower Aptitude

Academic aptitude is based on inherited capacities that are
developed to a greater or lesser extent, depending on the enviromment,
It may be hypothesized that Negro Students are lower than white students
in academic aptitude, and their greater or equal desire to achieve does
not canpensate for their lower aptitude. Same support for this hypothesis

10
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is provided by the work of Baughman and Dahlstran (1968), who controlled
intelligence and then campared the achievement of Negro and white chil-
dren between the ages of seven and fourteen. They found no consistent
racial differences for children of moderate IQ (80-92). This hypothe-~
sis is campatible with either an envirormental or a ggnetic explanation

for racial differences (Jensen, 1968). ‘ /

/

i
i

Hypothesis 2. Poorer Motivation

Holding achievement goals (being best in one's class, graduating
fraom college, obtaining a prestigious job) is not enough for achievement-
oriented behavior. Achievement-oriented behavior also requires other
qualities: a need to achieve, or concern with canpeting with a standaid
of excellence; self-esteem, the belief that one has the ability or ca-
pacity to achiewve if one tries; a sense of personal control, the belief
that the environment will be responsive to cne's efforts; and relative
freedam iram incapacitating anxiety in achievement situations. It is
possible that Negroes lack the motivational characteristics that would
make -achicvement possible-~-need for achievement, self-esteem, and a

sense of personal control over their lives.

Need for achievement

| In an analysis of variance design in which race was separated
from social class, Rosen (1959) compared the need for achievement (as
measured by TAT stories) of pre-adolescent boys between the ages of
eight and fourteen from a number of ethnic groups (Protestants, Italians,
Greeks, Jews, Negroes, and French Canadians). The Negro mean was signi-
ficantly lower than that for all other ethnic groups except the French
Canadians.l Yet in an interview in which the mothers of the subjects
were asked about their achievement values (sense of personal control,
individualism, present vs. future orientation), the Negro mothers

IThis study had the disadvantage of using the standard Murray
TAT cards, which, of course, used white persons as stimuli. The issue
of whether such pictures cbtain valid results fram Negroes is still un-
settled (Segal, 1968).

11



y

obtained intermediate scores--significantly higher than the Italian and
French Canadian means, significantly lower than the Jewish mean, and not
significantly different from the Protestants and Greeks.

Baughman and Dahlstrom (1968) describe similar research with
Southern rural elementary school children. The stimuli were black and
white line drawings that were ambiguous as to race. When a method of
scoring similar to McClelland's was used, Negroes were sighificantly
lower than whites in need for achievement.

A low level of n ach in Negroes is plausible on thecretical
grounds. McClelland (1961, pp. 376-377) has postulated that slavery
would lower n ach because the slave is rewarded for 'dependent compli-
ance" rather than "individual achievement motivation." It could be
hypothesized that the change in the Negro's social and econamic position
since slavery has been too slight and too recent to be reflected in
child rearing practices that encourage achievement and independence,
rather than obedience and deference. Elder (1967, p. 326) has suggested
that the Negro parent's interest in education has not been expressed in
child rearing practices that encourage achievement, because of the par-
ent's lack of sense of personal control and optimism.

Self-concept

In their classic study of Negro personality, Kardiner and Ovesey
claim that low self-esteem and aggression are central. They state,
"This central problem of Negro adaptation is oriented toward the dis-
crininarion he suffers and the consequences of this discrimination for
the self-referential aspects of his social orientation. In simple
words, it means that his self-esteem suffers . . . because he is con-
stantly receiving an unpleasant image of himself fram the behavior of
others to him" (Kardiner & Ovesey, 1951, p. 302). Kardiner and Ovesey
believe that low self-esteem can result in apathy and a hedonistic
living in the present, which of course would be detrimental to
achievement-oriented behavior. » .

Kardiner and Ovesey were referring to general self-esteem. In a
study of eighth grade students in a midwestern metropolitan school

Q
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system, Morse (1963) found that Negroes were significantly lower in Self-
Concept of Ability, a scale that measures self-esteem in the academi.c

1 However, the difference was slight, and Morse did not control
for social class.

| The relationship of Self-Concept of Ability to achievement has
been thoroughly investigated by Brockover and his colleagues. One study
(Brockover & Thomas, 1964) included 1057 seventh-grade Caucasian stu-
dents in an urban school system. The results suggested that Self-
Concept of Ability had an effect on achievement independently of IQ, as

area.

the correlation of self-concept and grade point average, based on grades
in English, arithmetic, social studies and science, was .42 with IQ con-
trolled (it was .57 without the control of IQ). Correlations were com-
puted for boys and girls separately; those cited are for boys.

Evidence that self-concept affects grades, as well as the
reverse, was provided by an experiment involving group meetings with the
parents of underachievers (Brookover, LePere, Hamachek, Thomas, &
Erickson, 1965). The meetings were designed to help the parents improve
their children's self-concepts. Significant gains in the parents' per-
ceptions of the child's ability, the child's self-concept and the child's
grade point average occurred over the period of a year. No significant
changes occurred in a placebo group (in which group meetings involved
generai issues of adolescent development) or in a control group. These
data might suggest that the child's self-concept was partly a result of
his parents' evaluation of him, and that parental evaluations and self-

concept influenced achievement independently of IQ.

Personal control

Rotter (1966) has developed the concept 'of sense of personal con-
trol, which involves the extent to which the person sees reinforcement as
contingent upon his behavior or attributes (internally controlled) rather

1self-Concept of Ability was measured by a scale containing items
such as "How do you rate yourself in school ability campared with those
ir your class at school?" and "Do you think you have the ability to com-
plete college?" :
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than controlled by external forces and/or occurring independently of his
behavior. Subjects who are high in sense of personal control rely more
upon past experience in a camplex learning situation, and are more
active in seeking information and finding out about their envirorment.
They also achieve more academically. Crandall, Katkovsky, and Crandall
(1965) found that scores on the Intellectual Achievement Responsibility
Questionnaire, a measure of intermnal vs. external control, correlated
with both academic achievement and grades. The correlations ranged fram
.3 to .5. Colemanhgz;gg, (1966) also found an association between sense
of personal control, as measured by a questionnaire, and academic
achievement. In all of these studies, of course, the direction of cau-
sation is unclear. Academic achievement probably enhances sense of
personal control, as well as the reverse. .

Studies relating the sense of personal conmtrol to SES and race
have found that respondents low in SES and Negroes have a lower sense of
personal control. Battle and Rotter (1963) used a projective test of
internai vs. external control with sixth- and eighth-grade children in
five metropolitan schools. They obtained a significant SES effect, with
the lower class more external, and a significant SES x race interaction,
with the lower class Negroes particularly external. In their survey of
twelfth-grade students, Coleman et al. (1966) found that Negroes were
lower in sense of personal control than whites. It is plausible that
Negroes should be lower in sense of personal control, since Negroes have
realistically experienced less control over their lives than whites of
the same social class level. Coleman et al. also found that sense of
personal control had a weak relatlonshlp to the econamic 1evel of the
hane and to father presence. .

Coleman et al. (1966) campared the relationship of self-concept
and personal control to academic achievement. They found that for
"majority" (white) students, self-concept of abiliiy'was far>more impor-
tant.than_sense of personal control or interest in school; that is, it
accounted for more of the variance in achievement scores. For Negroes,
personal control was most important, self-concept was half as important
as personal control, and interest in learning contributed'hothing to

Q
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achievement. For sixth-, ninth- and twelfth-grade northern and southern
Negro students, sense of personal control was more important than the
strongest background variable (parents' educational desires, for ninth-
and twelfth-grade students). Coleman's finding that sense of personal
control was more highly associated with achievement for Negro than for
white students cannot be accepted without question in the absence of
controls for IQ. However, it is possible that for Negroes, a sense of
personal control may be more prcblematical and therefore relatively more
important than self-concept.

Self-disparagement and anxiety
in achievement situations

Katz (1967) hypothesizes that Negroes have as high achievement
goals as whites, but not the methods for realizing thém. The Negro child
has high standards that he cannot reach, and the result is self-
criticism, self-disparagement, discouragement, and anxiety and fear of
failure in academic achievement situations. As evidence for his theory,
Katz cites a study in which Negro elementary school subjects worked on
a pasting project and lit lights, supposedly in private, to show whether
they.thought their performance was ''very good" or. "poor." (Self-
evaluations were unrelated to quality of pasting, as rated by independent
judges.)  Among the boys, low academic achievers hit more "poor'" buttons.
This self-disparagement was related to disparagement by parents; boys
who were self-critical on the pasting project reported less praise and
more criticism fram their parents on a Reinforcement History Question-
naire. Parental criticism and a lack of parental praise were also sig-
nificantly related to scores on the Test Anxiety Scale for Children and
to low academic achievement. '

In other words, Katz hypothesizes that the lower class Negro
parent has high aspiraticns for his child, but does not implement those
aspirations by encouraging him. The child intermalizes his parents*
aspifations, and becomes aware of the gap between expectations and per-
formance. This results in self-disparagement, as seen in the pasting

experiment; anxiety in achievement situations, as shown by the Test

A5



8

Anxiety Scale, and lower achievement, probably due both to lack of
motivation to develop achievement-related skills and to anxiety in the

classroan test situation itself.

Interrelationships of
variables

The variables just identified represent aspects of motivation
that tend to be correlated with each other and with IQ, and to reinforce
each other. Brookover and Thamnas (1964) obtained a correlation of .46
between IQ and Self-Concept of Ability among male seventh-grade chil-
dren, Eider (1967) cites a number of studies showing that in childhood
and adolescence gain in IQ is related to a competitive, independeat,
coping personality, the type of personality associated with need for
achievement (Heckhausen, 1967). In their study of southerm rural chil-
dren, Baughman and Dahlstram (1968) found that gain in JQ between the
first and fourth grades was significantly greater in Negro children who
were rated persistent, self-sufficient, and not needing encouragement.
Rotter (1966) and Odell (1959) report that the person who is high in
need for achievement tends to be high in sense of personal control.

The adolescent with high self-esteem as described by Rosenberg.
(1965) appears to have a high sense of personal control and +he type of
self-confidence that McClelland described as typical of persons who are
high in n ach. He tends to prefer a job involving campetition to one
involving little or no canpetition, probably because of the challenge and
the opportunity to put his.-abilities to a test (pp. 227-229). In the
area of personal control, he is slightly more likely to consider hard
werk and effort essential for successéthan respondents who are low in
self-exsteem (98% vs. 8u4% respectivelyj, and slightly lessilikely to con-
sider good luck essential for success:(20% vs. 31% [p. 235]). Of those-
who consider hard work and effort essential, respondents high in self-
esteem are more likely to consider themselves capable of hard work. And
of thoSe who consider good luck essential, those of high self-esteem are
more likely to think that they are lucky (p. 235). Not surprisingly,

respondents high in self-esteem expecf to be more successful

16
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occupationally than those who are low in self-esteem (p. 232). Yet re-
spondents low in self-esteem want to get ahead almost as much as those

who are high in self-esteem.

Implications of race
for personality

For a number of *hese variables, notably need for achievement
and personal control, research indicates that Negro students are lower
than white students. The white middle- or upper class young person is
confronted with a relatively open society in which educational and social
status are samewhat based on merit. The influences of hame and school
tend to cambine in a relatively effective and consistent way to motivate
him to win a place in this society. The Negro student, on the other
hand, may be pushed in opposite directions by di fferent envirormental
influences. His parents may uphold the goal of educational and occupa-
-t:ional. achievement, while simultaneously using child rearing methods,
such as disparagement and indifference to accamplishmernt, that are detri-
menta.ll to achievement. The Negro student may came in contact with the
democr'atlc ideology of the larger culture; his family and teachers may
encourage him, saying that education is the route to mobility, but he is
simultaneously confronted by racial discrimination. (Malcolm X's
eighth-grade English teacher was always giving his students pep talks
about getting @head and becaning a success. Malcolm was one of the
school's best students, yet when he told the teacher that he wanted to
be a l'awyer, the teacher discouraged him because of his race and sug-
gested that he try carpentry instead (X, 1964, p. 36). Given such a
background, it is not surprising that the Negro student should lack scame
of the motivational characteristics that are necessary to achlevement.
It might also be predicted that he would have a weaker sense of identity,-
as the term is used by Erikson (1959); that is that, rather than being a .
coherent synthesis of earlier identifications, his personality would

contain inconsistent elements in conflict with one another.
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General. evaluation of
motivational
explanations

Of course, the explanations considered above are not mutually
exclusive. All may be partially true, at least for some subjects.
‘Different explanations may apply to different social class groups, or
in different parts of the country.

All explanations have sane support, yet each study c:.'ted has
sane weaknesses. For example, the Coleman study did not attempt to con-~
trol for IQ. The role of social class was ignored in many studies.
Sane authorities believe that racial differences largely disappear when
social class is controlled; others (e.g., Poussaint, 1967) believe that
the huniliation and oppression suffered by the Negro has had effects
additional to those of social class. :

Almost all studies have focused on a few related variables,
rather. than camnparing a wide range of variables to determine which are
most strongly related to achievemen‘t. Thus, Rosen worked on need for
achievement, Brookover and his colleagues on Self-Concept of Ability,
Katz oh self-disparagement and Test Anxiety, others with sense of per-
sonal éontrol, etc. Few have attempted to campare these variables with

each other in their relationships to academic achievement.

Hypothesis 3. Approval-seeking Expressicn
of Achlevament Values

A third hypothesis, which would explain lower Negro achievement
in conjunction with expressed high desire to achieve, is that achieve-
ment interests and goals have not been genuinely accepted by Negroes,
but are rather expressed for the benefit of the tester or researcher as
desired responses. The research that provides evidence for the high
interest in education among Negro students usually involves questionnaires
or interviews in which the intent of the question is fairly cobvicus and
on which responses could easily be distorted by the respondent.

A number of studies indicate thet Negro students are not as
interested in education as the studies cited above would :Lndlca'te. Katz
(1967) stated that teachers find Negro students more apathetic and less

Q
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interested in their schoolwork than whites. Baughman and Dahlstrom
(1968), in their study of southern rural children, found that teachers
rated Negro children as less concerned with excellence than whites.
(However, they found more significant sex differences than race dif-
ferences; girls were rated more concerned with excellence, more absorbed
by tasks, and trying harder at lessons.) It is an established Negro
custan to tell white people what they want to hear and thus. avoid con-
flict (Pettigrew, 1254, pp. 49-51). Although the researchers in most of
the work cited were Negro, the same attitude could readily generalize to
an auvthority figure of either race.

Relationships of Three Main Hypotheses

The three main hypotheses are not mutually execlusive. It would
be possible for any cne, or any cambination of the three, to be supported.
Negro students could lack both ability and motivation (Hypotheses 1 and
2). They could lack ability, yet express an interest in education and
high aspirations as a way of pleasing authority figures (Hypotheses 1
and 3).  They vould lack the motivational characteristics helpful for
acadefnic’ achievement, such as a need to achieve and sense of perscnal
control, yet express an interest in school and high aspirations as a way
of pleasing authority figures (Hypotheses 2 and 3).

Methodological Improvements in
- the Present Study

The present study aftemp‘ts to overcamne the defects of previous
studies and to test the hypotheses by:
1. Careful control of social class.
2. Use of a measure of academic aptitude that permits the assessment of
the effect of motivation independently of aptitude. :
3. Use of a variety of instruments that permit the effects of different
types of motivation to be canpared.
k. Use of a variety of measures of desire to achieve for which the con-

tent varies in its cbviousness.

R £
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5. Use of a Social Desirability scale as a measure of approval-seeking.
6. Use of both Negro and white testers.




CHAPTER IT
METHOD
‘Subjects

The subjedts were sfudents at Loop College who were enrolled in
Social Science 101. Loop Coilege is a Chicago junior college that is
located in the central business district and draws students from all over
the city. Its enrollment is approximately 45% white and 45% Negro.
Social Science 101 is an interdisciplinary course covering psychology,
sociclogy, and anthropology. It is required for the Associate of Arts
degre= and thus includes students typical of the entire college enroll-~
ment. ' . ,
- From the original sample of 41h4, subjects in the following cate-
gorn_es were eliminated: |
1. Female students, because achievement is more problematical
for Negro men than for Negro wanen. Also, because achievement has dif-
ferent meanings for men and wamen, they should be studied sepa:r'ately; it
_ was therefore decided to simplify the study by limiting it to men.
2. Students who were neither white nor American Negro (mainly
Mexicans, Puerto Ricans, and Orientals).
- 3. Students who were age 25 or older, because older students
returning to school have special prcblems.
- 4. One severely physically handicapped student. .
5. Two students with very incomplete data, who failed to cam-
Plete the first section, the Rotter I-E Scale.
. Junior colleges tend to attract two types of students: (a)’
']Zhose who cannot afford a four-year college, and (b) Those who could
afford a four-year college, but who cannot attend one because of academic

13




14

or psychological problems. It was considered desirable to eliminate sub-
jects in the latter category, in order to obtain subjects who were typical
of their social class level and to make the white sample more camnparable
to the Negro sample. To this end, the following subjects were dropped
from the basic sample of 195 white and Negro males, age 25 and under:

6. Students who had either been placed on academic probation at
a four-year college, ar dropped from a four-year college for poor
scholarship (eleven subjects, ten white and one Negro).

7. Students whose family socioeconamnic background was too high
for them to be considered either lower or lower middle class. This group
included all students whose fathers were college graduates and had an
occupatlonal prestige score of 47 or better on the Duncan Scale (Duncan,
1961) those whose fathers had same oo]lege and an occupational prestige
score of 61 or higher, and all subjects whose fathers' occupational
pPrestige was 68 or higher. The subjects who were eliminated included
those whose fathers were in managerial and supervisory positions engi-
neering, and other SC:Le.ntlflC fields, etc. (twenty~three Subj ects,
elghteen whites and five Negroes)

. After these subjects were el:.nunated, the sample consisted of
159 subjects, 93 whites and 66 Negroes.

Procedure for Data Collection

Information obtained from
the subjects

- The subjects filled out questionnaires contain:i_ng the motivational
instruments and background questions during a regular class period. For
nine of the classes, a Negro female tester was used; for m_ne, a white -
female tester. Both were in their early thirties. For two' classes, a
second Negro female tester, a college senior in her early 20's, was used.
Where one teacher taught several sections of Social Science 10i, his sec-
tions were divided as evenly as possible between Negro and white testers.

|  All testers gave the same introduction to the questionnaire (see
Appendix A). The following instruments were included (see Appendix B):

Q
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School interest

Four items used by Coleman et al. (1966) to measure interest in
school were included, in order to obtain comparable results. However,
these items were only pre-tested for camprehensibility, and they may
well not be the best items available.

In an attempt to develop an objective scale of academic moti-
vation, Farquhar (1963) has related a large number of items to academic
achievement in eleventh-grade students. Appropriate items fram this
study were included.

Level of aspiration

Questions were included that assessed the educational and occupa-
tional level which the S expected to reach. ~ducational aspiration was
measured on a 4-point scale (not working for a degree, plan to get AA
degree, plan to get BA cr other four-year degree, plan to do graduate
work) . Occupatiocnal aspiration was measured by asking the subject what
job he planned to have five years after completing his education, and

translating his answer into an occupational prestige score on the Duncan
Scale.

Need'for achievement

Need for achievement was measured with the French Test of Insight
(French, 1958). The Test of Insight consists of ten statements describ-
ing a person, e.g., '""John said, 'Look what I've done,'" "George will
usually volunteer for a difficult task." (Names used by Negro and white
students at Loop College were substituted for the generally white Anglo-
Saxon Protestant names of the French Test.) The subject is asked to
describe what the person is like and why he behaves as he does, and the
descriptions are scored for achievement motivation. The advantage of
this test over the McClelland TAT test for need for achievement is, of
course, that the stimuli are not identified by race and therefore sub-
jects of both races can identify with them.
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The Test of Insight has been validated in a number of studies
(French, 1955, 19583 French & Thamas, 1958). Littig (1968) has employed
the Test of Insight with Negro subjects, and holds that because of its
independence of race it is the best test for such research, even though
it produces less achievement imagery than the standard TAT test (Littig,
19569).

Self-concept of academic
ability

The measure of Self-Concept of Ability developed by Brookover,
Paterson, and Thamas (1962) was used.

Sense of personal control

Sense of persocnal control was measured by the Rotter (1966) 1-E
scale. The Rotter scale measures the extent to which the person per-—
ceives reinforcement as contingent on his own behavior or attributes, as
opposed to being controlled by forces outside of him.

© A study by Gore and Rotter (1963) provides same evidence of the
validity of the Rotter scale for Negroes. Southern Negro college stu-
dents who were more interested in and cammitted to social action were
found to be more internal on the Rotter scale. (Camnitment to social
action was measured in a highly realistic fashion--a student confederate
entered the classroam and asked the students to sign up if they were
willing 0 participate in the activities of a Students for Freedam Move-
ment.) '

 Strickland (1965) compared known Negro civil rights activists

with a control group and found the former to be more internal.

Test Anxiety

‘The Alpert-Haber (1960) test of debilitating anxiety was included.
This test was originally developed in order to measure facilitating
anxiety as well as debilitating anxiety. The facilitating anxiety scale
was not.used, as it is not relevant to the hypotheses under consideration.
The debilitating amxiety scale has the advantage of being shorter than

24
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the better known Mandler-Sarason Test Anxiety Scale (10 items rather than
21). Tt correlates just as highly as the Mandler-Sarason scdle with such
criteria as course and exam grades, as shown by studies where both have
been used (Alpert & Haber, 19603 Carrier & Jewell, 1966). The Alpert-
Haber scale has been found to correlate .64 (p < .01) with the Mandler-
Sarason scale (Alpert & Haber, 1960). Its items are very similar to
those in the Test Anxiety Scale, but it appears to focus more clearly on
feelings during actual school examinations ("I find that my mind goes
blank at the beginning of an exam. . . M.

Social desirability

Because conceptions of the socially desirable may vary by race,
the social desirsbility scale developed by Crowne and Marlowe (196u4) was
revalidated. Students in Introductory Social Science and Introductory
Sociology classes at Loop College were asked to answer the 33 items of
the Marlowe-Crowne scale in a socilally desirable manner. Ten items for
which 60% or more of the white males and 60% or more of the Negro males
under 26 agreed on the socially desirable answer were chosen for the
version of the scale used here. (A subsequent reliability check was per-
formed with the data cbtained in the present study; see the section on
Analiysis of Scales in the following chapter.)

Background information

BaCkgrouhd information on race, father's and mother's education

and occupation, “age and sex were obtained.

Information obtained from the
Toop College Registrar

American College Testing
Program (ACT) scores

American Coilege Testing Program (ACT) scores were ava.lable for
most subjects. The test provides scores for subtests in English, Mathe-
matics, Social Studies, and Natural Science. The ACT tests ability to

i R5
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do college work; although knowledge of material learmed in high school
is helpful, the ACT is not a narrow test of high school achievement.
It also measures abilities such as reasoning, evaluation, interpretation,
etc. For example, the Social Studies test "measures the evaluative
reasoning and problem-solving skills required in the social studies"
(American College Testing Program, 1965, p. 4). The items involve
reading camprehension, understanding of basic concepts, and knowledge of
sources of information. v

In one study based on data framn students at 21 colleges and uni-
versities, the ACT was as good a predictor of freshman grades as the
College Entrance Examination Board's Scholastic Aptitude Test. Both the
ACT auid the SAT were better than the Educational Testing Service's |
School and College Ability Test (SCAT). When the four ACT scores were
used to predict freshman grade point average in 15 colleges, the multiple
R's ranged fram .30 to .69. When the ACT scores were used to predict
freshman social science or humanities grades in five colleges, the mul-
tiple R's ranged fran .35 to .64 (Munday, 1965).

- Most of the subjects had taken the ACT during their senior year
in.high school. ACT scores were not required for older students, thoée
who had taken a minimum number of hours at another college, and part-time
students. Therefore, the sample of 129 subjects with ACT scores avail—
able was samewhat more hanogeneous than the total sample.

Grades

- Social Science 101 grades were cbtained for all students who can~
pleted the course. In order to cbtain ancther measure of‘adhievement, |
grades for English Canposition, another course required for the Associate
of Arts degree, were dbtained for those students who had campleted that
course.

Other colleges attended

The registrar's files also provided information as to other
schools attended, both junior colleges and four-year colleges, and
whether the subject had been placed on academic probation or dropped

26
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fram another college for poor scholarship. This information was used
to purify the sample (see above).

Camputation of SES

The questionnaire contained a number of questions that were used
to obtain a measure of SES: Father's occupation (step-father's, if the
student had lived with him for five years or more), father's education,
mother's occupation, and mother's education. Possible questions about
family incame or about marital status of parents were avoided as likely
to antagonize the subjects.

Father's occupation and education were used as the main indica-
tors of SES, on the assunption that if the parents were divorced or sepa-
rated the father's occupation and incame would have had an effect on the
subject during his earlier years, and would be correlated with his |
mother's education and occupation. Where the subject answered one ques-—
+tion but not the other, he was assigned the median score for other sub-
jects of the same race, on the other variable. Where the subject answered
neither question, the subject was given an SES score based on his
mother's education and occupation.

~ Education was assigned a score ranging fram one to five (see

Tables 1 and 2). Occupation was assigned an occupational prestige value
fram the Duncan scale (1961), and thess scale values were transformed
into scores on a scale ranging fram zero to four. SES was obtained by
adding the two scores to get a 9-point scale. These scores were dicdiot-
anized to define lower—class subjects (scores of one to four) and middie-
class éubjects (scores of five to nine). According to thlS pmcedure;
only three subjects could not be assigned an SES score. (See Tables 1
and 2.) - o

 The lower-class subjects consisted mainly of the sons of unskilled
or semi-skilled workers , often factory workers, usually with less than
a hi_g11 school education; the middle-class sanple, in reality a lower—

middle-class sample, consisted mainly of the sons of skilled workers,
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clerical workers, and small businessmen with a high school education or
better.

Scoring Procedures and Measurement
Characteristics of Scales

For all scales for which this procedure was appropriate, an item-
by-subject analysis of variance was performed to determine ‘the percentage
of the variance due to items, subjects, and error. In addition, hamoge-~
neity coefficients (Fiske, 1971) were canputed: Lipo the correlation of
the test with a hypothetical test prepared in the same way but with dif-
ferent items (Cronbach's alpha), r..
items; Egg , the correlation between the endorsement value of the items
for this group of subjects and for a hypothetlca_'l_ similar group, and r.

the average intercorrelation among

-PP
the average correlation between pairs of persons (an indication of the -

extent to which the items have the same meaning for all subjects). The
results of these anaiyses are presented in Table 3; unless otherwise
noted, the scales were considered adequate.

| These analyses were Performed before eight of the high SES sub-
jects and two subjects with incamplete data had been removed fram the
sample. Therefore, the tabled values may be slightly inflated for the
saxnple.ultiznately employed to test hypotheses., ‘

Scales for the study were scored as follows:

School interes *

A School Interest-Total score was obtained by summing the S's
responses over all of the school interest items.l

In addition, the School Interest items were :n_nten.or'r’elated and
factor analyzed by the principal canponents method, with 1's in the di- .
agonal. The factors were rotated by Kaiser's varimax me thod. Three =
factors emerged: a School Ambition, Success Goals, which related to
general life ambitions, and Mo Negative Attitudes toward School, which

1Ttems 12-15 of the Attitudes Toward School section of the test
booklet, and items 2, 4, 5, 7, 10, 12, 14 and 17 of the following sec-
tion, headed "General Directions."

20
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TABLE 3

ANALYSIS OF SCALES

Homogeneity
Analysis—--Propor-
tion of Variance Haomogeneity
Accounted for by: Coefficients
No. of
Scale Items N -Items Ss Error ryy i T Ebp
School
Interest-T 12 157 u2% 11% u8% .59 .11 .99 . Ub
School ,
Ambition 3 157 18 u6 35 .62 .35 .99 .33
Success ‘
Goals 2 157 5 59 37 .37 . .23 .95 .10
No Negative
Attitudes 2 157 0 67 33 .50 .33 ... =.00
Social Science -
Interest : 3 157 16 57 26 .77 .52 .99 .38
Self~-Concept
.of Ability 8 i6u 21 26 53 .71 .24 .98 .28
I-E Scale 23 167 11 11 77 .70 .09 .96 .12
Control
Ideology ‘ 9 167 13 17 70 .50 .10 .97 .15
Personal
Control _ L 1e7 6 35 59 Jua4 .17 .94 .08
Test , X
Anxiety 10 157 9 35 56 .82 .32 .96 .13
Social '
Desirability 10 161 12 13 75 .38 .06 .96 .13
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related to difficulties in concentrating and remaining interested.
Factor scores were camnputed for each factor by sumning the scores for
the jtems that were more highly loaded on it than on any other factor.
The School Ambition scale, consisting of three items,! was an adequate
measuring instrument; the other two scales, consisting of two items
each, were inadequate (see Table 3). Results obtained fram the latter )
two scales were generally nonsignificant and will not be reported.

Need for achievement

- The French Test of Insight protocols were scored by the author
according to the manual by McClelland, Atkinson, Clark, and Lowell
(1958). In a check of reliability with an experienced sccrer, the
Spearman rho between the two scorers was .81 (N = 40).

Self-Concept of Ability

The Self-Concept of Ability scale? was scored in the standard

manner used by Broockover, by summing the scores over the eight items.

Personal Control

. The total I-E score consisted of the total number of items3 which
the subjec‘t answered in the internal direction.

_ In a factor analysis of the Rotter scale (Gurin, Gurin, Lao, &
Beattie, 1969), with a Negro sample, two factors were cbtained; these
factors were found to have different correlates (Lao, 1970). The same
factars were not obtained in a factor analysis of the p_reéent data (see
Appendix C); however, scores based on these factors were ¢Camputed because
of their research interest. The Control Ideology scale,!“ consisting of

1Ttems 14 and 15 of the Attitudes Toward School soctlon, and item
12 of the ifollowing section.

© 2Ttems 1-8 in the "Attitudes toward School" section.

3The first 29 items of the test booklet, excluding six dummy
items (1, 8, 14, 19, 2!, and 27).

“Ttems 6, 7, 10, 11, 16, 18, 20, 23, and 26.

3
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items phrased largely in the third person, assessed the subject's agree--
ment to the idea that people in general have control over their lives;
the Personal Control Scale,! consisting largely of items phrased in the
first person, assessed the extent to which the subject felt that he,
personally, had control over his own life. Both scores consisted of
the nunber of items with high loadings on the Gurin et al. factor which
the subject answered in the intermal direction.

Test Anxiety

The Test Anxiety scale? was scored in the standard manner.

Social Desirability

~ As a check on the reliability of the Social Desirability scale,3
point biserial correlations were camputed between each item and the total
score (corrected for the fact that that item was included in the total
score) . The correlations were camputed separately for each race-by-SES
subsample (lower-class Negroes, middle~class Negroes, lower-class whites,
and middle-class whites). Of the 40 correlations (10 items for four
subssmples) » only six were negative; K-R 20 indices ranged fram .34 to
.53 for the four subsamples. The reliability of this scale was low (r
was only .38 for the total sample), but not so low as to justify igrioring
it.

Social Science grades

"A 5-point scale was used for the Social Science 101 grades (F
A = 5). In order to corwvect for teacher differences in harshness or
leniency of grading, the Social Science grades were trans formed into T=
scores according to the formula: T = 10 (Z + 5) , with the Z-scores for

l1tems 9, 13, 15, and 26.

2Items 1, 3, 6, 8, 9, 11, 13, 15, 16, and 18 of the last section
cf the test booklet before ‘the Bad<ground Informatlon sect:Lon (headed
"General Directions'").

3The "Perscnal Reaction Inventory" in the test booklet.
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each subject camputed with the mean and standard deviation for his
teacher. (The means and standard deviations were camputed fram the
data from the original sample, including wamen, students age 26 and
older, Latin Americans, Orientals, high SES students, etc.) T-scores
have a mean of 50 and a standard deviation of 10, and avoid the use of
negative numbers. ‘

Method of Analysis

Analysis of variance

Race x SES x race of experimenter analyses of variance were peor-
formed on the Social. Science grade T-scores, the ACT scores, and all of
the scores obtained from the questionnaires. (See Appendix D.) These
analyses all involved slightly different N's, since same of the students
had incamplete data. The study contained one honors classj; the ten sub-
Jjects :Ln this class were anitted fram the analyses of variance. Since
they had all had the same experimenter and since they were atypical in
ACT scores and perhaps on other variables as well, they would have
created spuricus experimenter effects. An analysis of variance caanputer
program at the University of Chicago Camputation Center, "Univariate and
Multivariate Analysis of Variance and Covariance" (Mesa 97) was used.

The program performs an exact least-squares analysis for designs
involving inequal numbers of cases per cell. In this analysis the most
accurate estimate is cbtained forr the effect that is camputed last.
'I‘heféfore, the tester effect was camputed first, then the SES effect,
and last the race effect. For the double interactions - the sequence
was: tester x SES, tester x race, SES x race. (However, analyses per-
formed with different sequences showed that in practice the sequence in
which the effects were obtained made almost no difference.) |

Analysis of covariance

A race x SES analysis of covariance was performed on the Social
Science T scores, with the ACT scores as covariates. Tester was not used
as a factor, because tester could not have affected the ACT scores ‘
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(which had been obtained before the testing session) and had no signifi-
cant effect on *he Social Science grades (see Results Chapter,

Hypothesis 1). The 10 honors students were included in this analysis.

Correlation

All major variables were intercorrelated within each race-SES
subsample (lower-class Negroes, middle-class Negroes, lower—class whites,
and middle-class whites). Due to incomplete data, the correlations were
based on different N's.

Multiple correlation

For each race-SES subsample, stepwise multiple regression was
used to determine which variables best predicted Social Science grades.
For each subsample, race of tester, ACT scores, and motivational vari-
ables highly correlated with Social Science grade were included in the
analysis. Where several variables were correlated with Social Science
grade and also with each other, only one was chosen, in order to avoid
problerns of multicollinearity (Gordon, 1968). The variable was chosen
on the basis of which was most highly correlated with SS-T, most indepen-
dent of ACT, and for which there was the least missing data.
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CHAPTER III
RESULTS

The analysis as originally planned was intended to explain
racial differences in achiévement, in ithe face of research that indi-
cates an absence of racial differences in interest in education and
level of aspiration. v

The expected difference in achievement was ocbtained in the
present study; in the race x SES x tester analysis of variance, the
racial difference in Social Science 101 .gr'ades (T-scores) was signifi-
cant at the .05 level (see Tables 4 and 24). The racial difference in -

TABLE 4

CELL MEANS FOR SOCIAL SCIENCE GRADES (T-SCORES) -

Race of Subject

Negro . White
" .SES of Race of _ _
Subject Tester X n X n
A Negro ue.4 17 51.4 27
class White .- 48.0 17 55.6 17
Canbined u7.2 34 53.0 Ly
Middle Negro 48.3 12 50.9 21+
class White 52.5 10 49.1 12
Cambined 50.2 22 50.3 36

English composition grades was also significant at the .05 level (see
Tables 5 and 25). In addition, the race x SES interaction approached

28
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TABLE 5
CELL MEANS FOR ENGLISH COMPOSITION GRADES

Race of Subject

Negro White

SES of Race of -
Subject Tester X n X n
Lower Negro 3.4 9 3.5 18
class White 3.1 10 3.3 12

Cambined 3.3 19 3.4 30
Mi dd e Negro 2.6 7 3.3 12
class White 3.0 M ) 6

Cambined 2.7 11 3.4 18
Notes:

English Camposition grades were translated in-
to a 5-point scale (F = 1, A = 5).

The students were classified according to the
race of the tester in order to make sure that the stu-
dents assigned to different testers did not differ in

- .ability.

significance (p < .10) for the Social Science grades; the middle-class
Negroes and lower—class whites did particularly well. ‘

' However, Negroes and whites did not differ significantly in
educational and occupational aspirations, or in the Social Science
Interest, School Ambition, and School Interest-Total scores (Tables
6-8 and 26-30).

To explain this discrepancy between motivation and achievement,
the hypotheses developed previously were tested. |
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TABLE 6

CELL MEANS FOR EDUCATIGNAL ASPTIRATTON

Race of Subject

Negro White
SES of Race of _
Subject Tester X n X n
Lower Negro 2.7 20 2.9 26
class White 3. 18 3.0 17
Carbined 3. 38 2.9 T 43
Middle Negro 3.3 15 3.0 24
class White . 11 3.0 13
Canbined . 26 3.0 37
Note‘: :

2 = an Associate of Arts degree (graduation
fram a junior college). :

3 = a B.A. or other four year degree.

4 = graduate work.

38
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TABLE 7

CELL MEANS FOR OCCUPATIONAL: ASPTRATION

Race of Subject

et

Negro White

SES of Race of _ _
Subject Tester X n X n
Lower Negro 65.1 13 68.4 22
class White 72.3 11 65.9 16

Cambined 68.4 24 67.3 38
Middle Negro 71.3 12 63.2 19
class White 62.1 11 66.2 9

Canbined 66.9 23 6L4.2 28

39
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TABLE 8

CELL MEANS FOR SOCIAL SCIENCE T MTEREST, SCHOOL AMBITION, AND
SCHOOL INTEREST--TOTAL

— .

Race of Subject

Negro White
SES of Race of _ _
Subject Tester Score X n X
Social Science Interest 9.4 18 9.4
- Negro School Ambition 11.0 .. 11.1
School Interest--T 39.4 .. 39.0
Lower Social Science Interest 9.6 17 9.5
class White Schocl Ambition ) 12.6 .. 12.2
. Schiool Interest--T 431.6 .. 40.9
Cambined Social Science Interest 9.5 35 9.4
School Ambition 11.8 .. 11.5
Social Science Interest g.4 13 9.1
Negro School Ambition ' 12.2 .. 11.7
School Interest—-T 4o.1 .. 39.4
Middle ' Social Science Interest 8.4 10 8.5
class White School Ambition 12.1 .. 11.6
Schoecl Interest~-T 4l1.7 .. 39.1
Canbined Social Science Interest 9.0 23 8.9
School "Ambition 12.2 .. 11.7
School Interest--T 40.8 .. 39.3

40
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Hypothes is 1

Hypothesis 1 stated that racial differences in achievement are
due to differences in academic aptitude, stemming from either heredity
or enviromment. Race x SES x tester analyses of variance were performed
+to determine whether racial differences in aptitude existed. The race
effect was si’gnificant at the .001 level for all four ACT scores
(English, Math, Social Studies, and Natural Sciences) , with white stu-
dents earning higher scores. No other effects even approached signifi-
cance (see Tables 9 and 31-3W).

_ Among the correlations between ACT scores and Social Science
grades (T-scores) that were camputed separately for each race-SES sub-
sample, one or more ACT scores correlated significantly with the Social
Science grade T-scores in every subsample except the middle-class whites
(see Table 10). If anything, the ACT scores were better predictors of
grades for Negro students than for whites. Only one significan‘t differ-
ence was found between correlations, the correlations of Social Studies
ACT score for middle-class Negroes and middle-class whites.

The relatively low correlations between the ACT scores and the
Social Science grades for the middle-class white students were probabiy
partly due to the lack in variability of their ACT scores. The variance
of the ACT-T scores of the middle-class whites who camnpleted Social
Science 101 was significantly lower than the variances of the ACT-T
scores of the other three samples, according to F tests (p < .05 for all
three camparisons). The low variance was probably due to the fact that
bright middle-class white students tended not to camplete the course.
The biserial r between campleting the course (0 = not campleting, 1 =
canpleting the course) and ACT-T was —.43% for the middle-class whites.
For no other subsample was the same correlation significant. (It is
possible that the brighter students were likely to find the course 0O
easy for them and to became bored, particularly since white students on
the wnole had higher ACT scores than Negro students. One can only
speculate as to why, if this was the case, it caused bright middle-class

students to drop out, but not lower-class students. Perhaps the former
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TABIE 9
CELL MEANS TOR ACT
Race of Subject
Negro White

SES of Race of _ _
Subject  Tester ACT Test X n X n
English 0.7 13  16.9 25
Ma-&l ll. l [N ] 17 L ] 2 L B
Negro Social Studies 1.2 .. 17.7 ..
Lower Natural Science 12.9 .o 18.3 -
class English 13.6 16  15.5 1
. Math 1u4.2 o 15.9 .o
White Social Studies .5 .. 20.7 ..
Natural Science 4.1 .o 19.0 .o
Combined English 12.3 29 16 .4 39
Ma-t}l 12 . 8 o o 16 * 7 LI )
Social Studies 4.4 .o 18.8 .
Natural Science 13.5 .e 18.6 .o
English 1G.3 10 15.2 21
Math 9.7 . 15.1. .o
Negro Social Studies 12.9 .. 18.2 ..
Middle Natural Science 13.4 oo 17.3 .
class English 13.2 9 17.5 10
‘]] 0_t° I‘/.[aﬂl 11.7 * e 1608 LI
= Social Studies 10.8 .o 20.2 .o
Natural Science 15.2 .o 17.7 .o
Camnbined English 11.7 19 15.9 31
Math 10.6 o 15.6 .
Social Studies 11.9 .o 18.9 .o
Natural Sciernce 14.3 . 17.4 .

Note:

Most students tock the ACI test during their senior year

in high school.

the tester in the present study in order to make sure that the

students assigned to white and Negro testers did not differ in

ability..

4<

They were classified according to the race of
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TABLE 10

CORRELATIONS OF ACT SCORES WITH SOCIAL SCIENCE GRATES
(T~SCORES), BY RACE-SES SUBSAMPLE

Negroes Whites
Lower Middle Lower Middile
class class class class
ACT Score (n=26) (n=17) (n=42) (n=34)
English RIVE .51 .23 -.01
Mathematics .31 .33 .34 .28
Social Studies . 49 .Bg%E .28 <14
Natural Science « 51 . 50% L52% .10
Total (sum of the above) L5 7% L6 2% L37% .22

Note:

For the Social Studies score, the difference between the
correlations for the middle-class Negroes and middle-class
whites was significant at the .05 level. No other differences
were significant.

*p < .05 (two-tailed test).

®*%p < ,01 (two-tailed test).

had more other options available to them; perhaps they lacked persis-
tence or same other motivational quality which kept them from going to
a fburhyear college in the first place.)

- To determine whether racial differences in achievement could be
explained by differences in aptitude, a race x SES analyéis of co-
variance was performed with the four ACT scores as covariates. In this
analvsis, the race effect was no longer significant; however, the race
x SES effect barely missed significance (p < .0502), with the middle-
class Negroes obtaining particularly good grades relative to their
abiiity (see Tables 11 and 12). Because the interaction came so close
to the arbitrary boundary of significance, between-cell differences were
tested by the following analyses of covariance: lower- vs. middle-class

a3
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TABLE 11

ANALYSIS OF COVARIANCE OF SQCIAL SCIENCE GRALES
(T-SCORES) , WITH ACT SCORES AS COVARTATES

Source daf ms F P
Race 1 81.42 1.06 n.s
SES ‘1 17.82 < 1 n.s.
Race x SES 1 300.01 3.92 < .0502
Error 111 76.51

TABLE 12

ESTIMATED MEANS FOR SOCIAL SCIENCE GRADES (T—SCORES)
AFTER ELTMINATION NF ACT SCORES AS COVARIATES

Race of Subject

. Negro White
SES of _ _
Subject X n X n
- Lower class 48.55 26 49.35 L2
' Middle class 52.27 17 L6.24 34

Negroes, lower- vs. middle-class whites, lower-class Negroes vs. lower-
class whites, and middle-class Negroes vs. middie-class whites. Of
these camparisons, only that involving middle-class Negroes and middle-
class whites was significant (see Table 13). The middle~class Negroes
performed significantly better than the middle-class whites (p < .03),.
wher: “heir ACT scores were partialled out.! '
In sumary, within the present Sample racial differences in
achievement appear to be explained entirely by differences in academic

1a test of hcmogeneityv of covariance indicated that the covari-
ance matrices of the samples were not significantly different.

aa
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TABLE 13

ANALYSIS OF COVARTANCE OF SOCIAL SCIENCE GRADES (T-SCORES) FOR
MIDDLE-CLASS SUBJECTS, WITH ACT SCORES AS COVARTAT3

Source af ms F P
Race 1 329. 36 4.68 < .03
Error L5 - 70,41

aptitude as measured by the ACT scores. However, for middle-class stu-
dents race was differentially related to over- and under-achievement
with regard to aptitude. Middle-class Negroes overachieved relative to
middle-class white students.

Hypothesis 2

. Hypothesis 2 stated that Negro students cbtain lower grades than
white students because of motivational problems. This hypothesis was
tested by performing analyses of variance on each of the motivational
variables (Self-Concept of Ability, Test Anxiety, I-E score (and scores
on the Control Ideology ana Personal Control subscales), and need for
achievement as measured by the French Test of Insight (see Tables 14-17
and 35-u40). (To avoid spurious tester effects in these analyses, stu-
denté in the one honors class were amitted.) There were no significant
main effects due to race on any of these scales. Thie absence of a racial
difference in Self-Concept of Ability is particularly notéworthy, in
light of the significant racial differences in ACT scores and grades.

A number of interactions occurred that are not easily inter-
pretable. The race x tester effect was significant on the I-E Scale
and its subscale, the Control Ideology scale. Negro students with a
white tester scored significantly higher on the I-E Scale than Negroes
with a Negro tester (p < .01). In addition, significant racé x SES x

.. 45
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TABLE 14

CELL MEANS FOR SELF-CONCEPT OF ABILITY

Race of Subject

Negro White

SES of Race of _ _
Subject Tester X n X n’
I S Negro ' 26.7 19 27.8 25
class White 28.9 18 27.7 17

Canbined 27.8 37 27.8 L2
Middie Negro 2e.u 15 26.3 24
class White 27.2 10 28.3 - 13

Combined 27.9 25 27.0 27

TABIE 15

CEILL MEANS FOR TEST ANXIETY

Race of Subject

: Negro White
SES of Race of _ _
Subject Tester X n X n
Lower Negro . 19.2 18 » 23.2 25
class White 18.7 15 1.6 17

Combined ' 18.93 33 21.7 L2
Middle Negro . 20.8 13 20. 4 22
class White . 20.5 10 19.8 13
Canbined 20.6 23 20.2 35
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TABLE 16

CELL MEANS FOR I-E, CONTROL IDEOLOGY, AND PERSONAL CONTROL

Race of Subject

Negro White
SES of Race of _ _
Subject Tester Score X n X
Control Ideology b, 2 20 4.9
Negro Personal Control 2.3 . 2.3
T—
Lower I-E 10.2 .. 12.0
class Control Ideology 5.8 17 e
White Personal Control 2.1 .- 2.9
I-E 13.2 .. 12.8
Canbined  Control Ideology 4.9 37 4.9
Personal Control 2.2 .. 2.5
I-E 11..5 . 12.3
Control. Ideology 4 3 R 5.0
Negro Personal Control 2.0 .o 2.6
Middle I-E 11.0 .. 13.2
=less Control Ideology 5.0 11 4.3
White Personal Control 2.9 .. 2.3
I-E 13.1 . 11.2
Canbired Control Ideology 4.9 25 4.7
Personal Control 2.4 .. 2.5
I-E 11.9 .o 12.5
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TABLE 17

CELL MEANS FOR NEED FOR ACHIEVEMENT

Race of Subject

Negro White

SES of Race of _ _
Subject Tester X n X n
Lower Negro b.,1 16 5.6 25
class Whi te 5.2 1y 4.3 17

Combined 4.6 30 5.1 u2
Middle Negro 5.5 12 4,2 24
class White 5.6 9 5.1 11

Combined 5.5 21 4.5 35

tester. interactions occurred on the Self-Concept of Ability scale and
the Personal Control scale. _

Even in the absence of significant racial differences in the
levels of motivational variablies, it is still possible that there are
racial differences in the relationships of the different variables to
achievement. Coleman et al. (1966), for example, have claimed that a
senSe of personal control was more highly related to achievement for
Negro students than for white students. However, in the present study,
sense bf personal control as measured by the I-E scale and the Conirol
Ideology and Personal Control subscales was unrelated to achievement in
any of the supsanples (see Table 18). | ‘

The race of the tester apparently influenced the results for |
sense of personal control. For middle-~class Negroes with a white
tester, I-E score was significantly correlated with Social Science
grades--T-scores (r = .68, p < .05), but with a Negro tester the rela-
tionship was rnot significant (r = -.36). For lower-class Negroes there
were no significant correlations with testers of either race.

. a8
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TABLE 18

CORRELATIONS OF MOTIVATIONAL VARIABLES WITH SOCIAL SCIENCE
GRADES (T-SCORES), BY RACE-SES SUBSAMPLE
(n's are in parentheses)

Negroes Whites
- Lower Middle Lower Middle
class class class class
Social Scierce Interest .57% .15 .38% .10
(30) (19) (46) (38)
School Interest--T .29 .12 .19 .03
(30 (19> (u6) (38)
School Ambiticn .16 S 49 . 395 .10
(30) (19) (48) (38)
Educational Aspiration .29 . 70%% .02 .20
(33) (22) 47> (39)
Occupational Aspiration -.18 .05 .27 -.04
" (21 (19) (42) (30)
Need for Achievement .15 U2 -.02 .06
(Prench Test) (26) (17) (u46) (37)
I-E .Ol -lLI' .19 [ 18
. (32) (21) u48) (39)
Control Ideology ~-.08 -.26 .16 i :
: ' (32) (21) (u48) (39)
Personal Controi -.14 .00 .23 A1
(32) (21) (48) (39)
Self-Concept of Ability  .u2% .32 .19 . 32%
- (32) (21) (u46) (39)
Test Anxiety -.39% .17 -.20 - 5h%%
(28) (19) (u6). (37)

"p < .05 (two—tailed test).

o o'
fe

p < .01 (two-tailed test).
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No consistent racial trends appeared in the relationships of
motivational variables to achievement; rather, the results were specific
to each race-SES subsample (see Table 18).l1 For the lower-class Negroes,
Social Science Interest, Test Anniety, and Self-Concept of Ability were
significantly correlated with achievement; for the middle~class Negroes,
educational aspiration and School Ambition; for the lower—-class whites,
Social Science Interest and School Ambition; and ror the middle-class
whites, Self-Concept of Ablll'ty and Test Anxiety. (For all subsamples
except the middle-class Negroes, Self-Concept of Ability and Test Anxiety
were significantly negatively correlated; that is, those subjects with
good self-concepts reported less anxiety on examinations.)

In sumary, the present data provide no indications that the
Negro students in the present sample were less motivated than the white
¢tudents, or showed a different pattern of relationships of motivational
variables to achievement. If anything, cross-racial similarities were
greater than similarities within race. The lower-class Negroes were
similar to the lower-class whites in that for bcth, Social Science
Interest was significantly.cor'r'elated with grades; they were similar to
the middle-class whites , in that for both, Self-Concept of Abiliity and
Test Anxiety were significant correlates of grades. The middle-class
Negroes were similar to the lower-class whites in that for both, Schéaol

Arbition was a significant correlate of grades.

Hypothesis 3

‘Hypothesis 3 stated that the absence of racial differences in
motivation +to achieve might be due to the fact that the Negro students
might be giving socially desirable responses. If this were the case, it
would be predicted that racial differences might be obtained on same of '

lRecause tester effects occurred with scme of tlie scales, race
of tester was corrected for by camputing the correlation separately for
each race of tester, and then canbining the correlations. However,
only rarely did the cambined correlation differ fram the zero order cor-
relation by more than .04%. For this reason, only the zero order corre-
lations are r=ported.

o0
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the less obvious scales that would be more difficult to fake, such as

the FTT test for need for achievement, but that racial effects would not
be obtained on any of the more obvious measures, such as School Interest,
level of aspiration, etc. This hypothesis was not supported by the
analyses of variance, as racial effects were found on none of the scales,
of any degree of obviousness (see Tables 6, 7, 8, and 17, and Tables
26-30 and 40). '

In their correlations with Social Science grades (T-scores), the
results for obvious and proﬁective scales were, in general, parallel
(see Table 18). For the middle-class Negroes, several measures corre-
lated highly with Social Sclence grades, both obvious and projective.
The correlations were .70 (p <« .01) for educational aspiration, .49
(p < .05) for School Ambition, and .42 (p < .10) for need for achieve-
ment. For the iovwnr-class Negroes and middle-class whites, the correla-
tions for the same variables were low (below .30) and nonsignificant.
Only for the lower- class whites were the results for the cifferent meas-
ures not parallel; School Ambition correlated .39 (p < .01) with Social
Science grades, but need for achievement and educational aspiration were
uncorrelated with grades.

There were no racial differences in Social Desirabiiity (see
Tables 19 and 41). The correlations of the Social Desirability scale
with the measures of aspiration and motivation to achieve were genefally
nonsignificant for both obvious and projective measures (see Table 20).
Among the cbvious scales, the majority of the correlations were low but
positive. (However, the only significant correlation was negative; for
lower—class Negroes, a high Social Desirability score was associated
with low educational aspirations.) The Social Desirability scale used
is a rather poor measuring insitrument, since it is a shorf scale con-
sisting of rather heterogeneous itemns (see Table 3). Standing alone,
evidence based on this scale would be unconvincing; however, in the pres-
ent study it is consistent with and supports other evidence that
approval-seeking on the part of Negro students was not responsible for
lack of racial differences in motivation to achieve.

There seems to have been sane tendency to give socially desir—

able responses to the white tester; however, the effect was generally

5

-



Ly

TABLE 18

CELL MEANS FOR SOCIAL TESIRABILITY

Race of Subject

Negro White

SIS of Race of _ _
Subject Tester X n X n
Lower Negro 5.7 19 5.2 25
class White .8 17 5.7 17
Camnbined . 34 5.4 L2
Middle Negro 5.6 15 5.2 23
class White 2 11 .0 13
Canbined . 26 . 36

o<



TABLE 20

CORRELATIONS OF SOCIAL DESIRABILITY WITH OBVIOUS AND
PROJECTIVE MEASURES OF ACHIEVEMENT MOTIVATION
(n's are in parentheses)

Negroes Whites
Lower Middle Lower Middle
class class class class
Obvious Measures
Educational -.33% = 11 .03 ° .09
aspiration (35 (26) (46) (1)
Occupational .07 .32 -.08 .31
aspiration (22) (23) (ul) (31
School Ambition -.05 ~.02 .13 .18
S (34) (23) u7) (u0)
School Interest—-T .02 .28 .23 .25
(34) (23) 47) (u0)
Projeétive Measure
ment (French (30) (21) (48) (38)

Test)

" : .
p < .05 (two-tailed test).
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equal for Negro and white subjects (see T~bl=a 8, and Tables 29 and 30J.
On School Interest-T, there was a major eliect for tester, with higher
scores obtained by the white tester, but no interaction with race wr SES
of subject. On the School Anbition subscale of the School Interest
scale, there was a significant tester x SES interaction (p < .05), with
lower-class subjects expressing more scholastic ambition when tested by
the white tester. Thus, if anything, lower-class subjects rather than
Negro subjects were more infliuenced by the authority of the tester.
(This effect was probably not entirely a racial effect, as the white
tester was more conservatively dressed than the main Negro tester, and
sane of the subjects ﬁrobably knew that she was a teacher at Loop College.)
In suimary, there is no evidence here that the similar interest
in education and level of aspiration of Negro and white students--a
camon research finding--is due to any special tendency of Negro students

to give socially desirable responses. ’

|

Beyond the Original Hypotheses

Since :ione of the hypotheses other than the first, which blamed
low Negro achievement on low ability, was supported, the possibility
must be faced that the results are meaningless, that the subjects wére
responding to the questionnaires carelessly and with little thought. This
was clearly not the casz, as significant and meaningful patterns emerged
among the four race-SES subsamples, although not the patterns predicted
by the hypotheses. The intercorrelations among the major variables, for
the four subsamples, are presented in Tables 42 and u43. .

For the lower-class Negro students, ACT scores, Social Sciencé |
Interest, and Self-Concept of Ability were significantly positively cor-
related with Social Science grades (T-Scores), and Test Anxiety was sig-
nificantly negatively correlated with them (see Table 18). |

_ However, in the stepwise regression (see Table 21), after ACT--
English had entered the multiple R, the only significant partial corre-
lation with Social Science grades was the Social Science Interest score
(.65, p < .01, which brought the multiple R to .80, p < .001). (The
failure of the partial r for Test Anxiety to reach significance was due

54
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not only to its lower correlation with grades, but also to its higher
correlation with the ACT--English score.) Apparently interest in the
social sciences was the only motivational variable -that contributed to
achievement, independently of aptitu.e, for the lower-class Negroes;
probably the relationships of Self-Concept of Ability and Test Anxiety
to grades were mainly due to their relationship to ability and repre-
sented & realistic self-appraisal but one that was only moderately
detrimental to achievement.

For the middle-class Negroes . School Anmbition and educational
aspiration were significantly correlated with Social Science grades;
need for achievement was correlated .42 with Social Science grades but
this correlation only approached significance (p < .10 Zor the small n).
All of these scores were, of course, moderately correlated with each
other; for this reason, only educational aspiration was used in the
multiple regression analysis. |

After the ACT--Social Studies score had entered the maltiple R,
the: oniy significant partial correlation with grades was educational
aspiration (.53, p < .05) which raised the multiple R to .79 (p < .01).
Clearly,' for middle-class Negroes, high achievement is due to traditional
types of motives to achieve.

~ For the lower-class white students, Social Science Interest and
School Ambition were significantly and approximately equally correlated
with Sucial Science grades. Since Social Science Interest was mcre
highly correlated with Social Science grades than any other variable, it
was the first to enter the multiple R; after it had entered, only the
ACT--Math score had a significant partial correlation with grades (.34,
P < .05). The multiple R became .50 (p < .0l) when it had entered. '
School Ambition failed to reach significance in part because it was cor-
related with Social Science Interest (.25, p < .05)3; its role in achieve-
ment cannot be neglecied simply because Social Science Interest had a
slightly but not significantly higher zero order correlation with Social
Science grades and therefore entered the multipie R first.

Among middle-class white students, Self-Concept of Ability was
significantly positively correlated with Social Science gradesg and Test

7
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Anxiety was significantly negatively correlated with grades. (These
scores were negatively correlated with each other; » = -.52, p < .01.)
Test Anxiety was the first to enter the multiple R, with a correlation
of .47 (p < .01); at that point no other variable had a significant
partisl correlation with Social Science grades. Obviocusly, however,
anxiety during examinations is not solely the cause of poor achievement
among middle-class white students; its relationship to se].f—concept, and
probably to other variables as well, must be considered. For +this sub-
sample, Self-Concept of Ability was more independent of aptitude than
for any other; this was the only subsample in which Self-Concept of
Ability was not significantly correlated with any of the ACT scores.
These subjects may be examples of what Roth and Meyersberg (1863) have
called the "non-achievement syndrame," the victim of which suffers fram
a lack of self-esteem and is frequently depressed and amxious. He is
without a system of personal values and goals, and is quite vulnerable
to disparagement by others. If this is the case for the Present sample,
it is probably due to selection, since middle-class students who do not
have ‘problems about achievement would normally be expected to go to four-
year colleges.

Thus, if any. subsample had problems about motivaﬁon it was the
middle-class white students. Their relatively high aptitude was no{:
translated into achievement; their self-concepts were irrvational, in that
they were unrelated to their abilities; and those who were high :Ln Test
Anx:l.e'ty were performing particularly poorly. They were not significantly
higher in Test Anxiety than the other subsamples; but Test Anxiety had a
S'tx’onger relationship to achievement, and aptitude a weake_r relationship,
than in any other subsample. It might be speculated that.perhaps they
were less able to cope with anxiety than the other sarnpleé, perhaps
amcle'ty had a greater d:.sruptlve effect leading to avo:s_dance rather than
COP:Lng ‘behavior. '

RSN
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CHAPTER IV

DISCUSSION

Hypothesis 1, that racial differences in achievement can be
explained by differences in aptitude, was the ocnly hypothesis that was
supported. The racial differénces in ACT scores were highly signifi-
cant, and racial differences in achievement disappeared when ACT scores
were used as covariates in an analysis of covariance design.

‘Hypothesis 3, that the apparent equality of Negro and white
interest in school is not genuine but results fram greater distortion of
Negro responses to please the researcher who is in the roie of an author-
ity figure, was not supported. The tester effects were not related to
race of subject; subjects of both races expressed more interest in school
with a Whife tester, and for the School Ambition scores the interaction
of social class by tester was significant. | |

'Tn addition, the results cbtained with obvious measures of desire
to achieve, such as the Schocl Ambition score and educational aspirations,
were similar to the results cbtained with a projective measure of need
for achievement, the French Test of Insight. .

Hypothesis 2 stated that racial differences in achievement might
be explained by motivaticnal characteristics such as Need for Achieve-
ment, Self—Concept of Ability, Test Anx:.e‘ty, and sense of personal control
over one's life. Either racial differences in the level of motivation or
differences in the relationships of the variables to achieveujent might be
involved. Contrary to previous studies, no differences in level of moti-
vation were obtained. These discrepant fesults might have been due to
+the unusuaJ_’Ly careful control for SES in’ the Present study, which was '
ladc.ng in sane previous studies (Coleman et al., 1966; Morse, 1963)
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Where SES has been controlled, more camplex results involving inter-
.actions have been cbtained (Battle & Rotter, 1963; Rosen, 1959).

However, the results may quite possibly result fran the selec-
tive factors in who goes to a public urban junior college. Undoubtedly,
the Negro students who attend such a junior college are more motivated
to achieve than their more numercus peers who do not attend college at
all. The -*“‘te students in attendance, especially those fram middle-
class backgrounds, are likely, in both ability and motivation, to fall
below their peers who attend four-vear colleges. These alternative
explanations could be tested by doing a study camparable to the present
cne with a less selected sample, such as high school students. _

However, it is difficult to see how selection could explain the
lack of racial differences in the relationships of motivaticnal variables
to achievement. If anything, the soegial class effect seemed more impor-
tant than the racial »ffect, as for both the lower-class Negro and the
lower-class white subsample, Social: Science Interest was the most Impor-
tant cof:’relate of achievement aside from aptitude. The importance of
interest in a field to achievement in that field has been largely
neglected :I_n. previous research, because most previous studies of achieve-
ment have used a more glcobal measure such as grade point average. But
the importance of interest in a subject is certainly consistent with the
lower—class emphasis on immediate rather than deferred gratification. This
finding provides same support for student demands ior "relevance" in | ‘
couré%. It is possible that an mde:cstanding -of ocur SOCiety is more
mporl:ant and interesting to those who are at the bottam of it. (The
author has noted great interest in the topic of social class :Ln mtrb—
ductory soc:_ology classes at Loop College.) .

However, for the middle class the results for wh:l.te and Negro
subsamples were quite different. For 'the middle-class Negro students,
variables that relate to traditional motives to achieve--educational
aspiraﬁon, School Ambition, need for achievement--were important corre-
lates of achievement. The existence of a group of Negro students in
whan aspirations lead to achievement should not be ignored, when so many
investigators claim that Negro students are not motivated to achieve

6Or :
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However, the question must be raised as to why educational
aspirations, the School Ambition score, etc., were uncorrelated with
achievement for lower—class Negro and white subjects. There were no
social class differences on these variables or cothers that might be con-
sidered CI’U.CJ.al. It is possible that same other variable not included,.
in the present analysis, such as perceptions of occupational opportunity,
is preventing motivation fram being translated into achievement. |

If any group had debilitating motivational problems, it was the
middle-class whites. Their ACT scores were less highly correlated with
achievement and their Test Anxiety scores more negatively correlated with
it than for any other subsample, and their Self-Concept of Ability was.,
rela‘tlvely unrelated to aptitude. These students may be suffering
the nonachievement syndrome described by Roth and Meyersberg (1363),
characterized by lack of self-confidence, feelings of depression and
anxiety, lack of goals, and vulnerzbility to disparagement by others.
Since the middle-class white students would be the group most likely to
go to a four-year college, because of ﬁ1e1r relatively high aptitude and
their parents' relatively high incame, it is perhaps not surprising that
this group in an urban junior college should shdw the most evidence of
motivational difficulties. Those who did not have such problems Would
probably be in a four-year college. '

‘()"ne of the most striking findings of the study was the failure to
replicate previous findings on sense of personal control. A factor analy-
sis of the I-E scale did not yield the Control Ideology and Personal
Control factors found by Gurin et al. (1863) among Negroes (see Appendix
C). The I-E and Persocnal Control scores were generally unrelated to
achievement among both Negroes and Wh:l.tes .

The responses to the I-E scale were apparently affected by the
race of the tester; Negro subjects obtained significantly higher' I-E
scores w:Lth a white tester than a Negro tester. Also, for the middle-
class Negr*o students with a white tester, I-E was 81gn1flcantly correlated
with Social Science grades; however, this correlation was not significant
with the Negro tester. It is impossible to assess the extent to which
tester effects may explain the results obtained by Gurin et al. (1869),

Iy Jew
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as they provide no information on race of tester. However, Coleman's
finding that Negro students had a higher sense of perscnal control in
integrated classroams could have been due to the race of tester if we
make the reasonable assumption that the teacher (tester) was more likely
to be white in an integrated claésrocm than in an all-Negro <classroan.

Geographical area is ano%her factor that must be considered.
Gurin's (1969) and Lao's (1970) research which highlighted the impor-
tance of sense of personal control was done with southerm Negro college
- students. Sense of personal control may perhaps be more problematic, and
therefore more related to achievement, for southern Negroes than for
northern Negroes.

. Certainly, however, the findings of the present study cast dodbt
on Katz and Gurin's confident statement that "The one pereonallty char-
acteristic that most clearly differentiates both children and adults of
the two races, and that also appears to be closely related to achieve-
ment, is Retter's sense of fate control." (Katz & Gurin, 1963) Further
research will be needed to determine whether contradictory research
findings are due to wezknesses in the I-E scale or to the different sam-
ples used - or whether the role of personal contnol.ltself’has been over-

emphasn7ed
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APPENDIX A
ADMINISTRATION OF THE QUESTIONNAIRE

Tn each class, the instructor asked for the class's participa-
+tion in the research, and when it was granted, introduced the tester
to the class. The tester read the following introduction tc the class:

- I would like to ask you to take part in a research study
which involves students' success in school and on the job.
What is -learned fram you, in this research, will be used to
help other students to get what they want out of life. This
is not a perscnality test, in that your answers to it wiil
not show whether you are mentalily healthy <r neurotic. It
is not intelligence test. '

As your part of this research, I am asking you to fiil
out this questiomnaire. Your answers will be seen only by
people working on the research project, and will not beccome
part cf your record at Loop. You are asked to give your
names, but this is only so we can cbtain other information
about you later. As socn as we have collected the question-—
naires, each student will be assigned a code number, the part
of the page with the name on it will be cut off on the :
dotted line [here the tester demonstrated on page 691, and
your booklet will be identified from then on by your ccde
number rather than by name. Your answers will be campletely
confidential, so please answer honestly. If there is any
item that you would rather not answer, you may leave it blank,
but please answer all the items if possible. A few of the
questions may seem sanewhat personal, but all are important

to the purpose of the research. -
Do. you have ’any questions?

If there are no (more) questions, I'11 pass out the ques-
tionnaires.

- The questiomnaire has several parts, and each part has its
own instructions. Please work carefully, but do not spend
too much time on any one item. Your first reaction to the
item is usually the best one. If you have any questions,
please raise your hand.
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There are slight differences be‘bween the questionnaires
for men and wamen. Men, please take the boodklets with blue

covers; wamen, take bocklets with vellow covers.
Ten minutes before the end of the class period, the researcher

"If any of you have not started on the backgromd information yet,
a1t

saia,
could you please start it now




APPENDTX B
THE QUESTIONNAIRE

Instructions

This is a questionnaire to find out the wav in which certain
important events in our society affect different people. Each item
consists of a pair of alternatives numbered "1" or "2." Please select
the one statement of each pair (and only ocne) which you more strongly
belisve to bDe the case as far as you're concerned. Be sure to select
the one you actually believe to be more true rather than the one you
think you should choose or the one you would like to be true. Circle

the number of the statement you choose, either 1 or 2. This is a meas-—
ure of personal belief; cbvicusly there are no right or wrong answers.

On scame items, you may discover that you believe both statements
or neither one. In such cases, be sure to select the one you more
strongly believe to be the case as far as you're concerned. Also try
to respond to each item independently when making your choice; do not
be influenced by your previocus choices.

1. 1. Children get into trouble because their parents
: punish them too much.

2. The trouble with most children nowadays is that
their parents are too easy with them.

2. 1. Many of the unhappy things in pecple's lives are
partly due to bad luzk. _ )

2. People's mlsfowtunes result fram the mistakes
' they make. .

3. 1. One of the major reasons why we have wars is because
people don't take enough interest in politics.

2. There will always be wars, no matter how hard
people try to prevent them.
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In the long run pecple get the respect they
deserve in this world.

Unfortunately, an individual's worth often
passes unrecognized no matter how hard he tries.

The idea that teachers are unfair to students
is nonsense.

Most students don't realize the extent to which:
their grades are influenced by accidental
happenings.

Without the right breaks one cannct be an effec-
tive leader. 4

Capable people who fail to became leaders have
not taken advantage of their ‘oppor*tmiti.es .

No matter how hard you try same people just
don't like you.

Pecple who can't get others tc like them don't
anderstand how to get along with others.

Heredity plays the major rcie in determining
one's personaiity.

Tt is one's experiences in life which determine
what they're like. '

I have often found that what is going to happen

. will happen.

Trusting to fate has never turned out as well for
me as making a decision to take a definite course
of action. : :

Ir. the case of the well prepared student there is
rarely if ever such a thing as an unfair test.-

Many times exam questicns tend to be so u:rmela:lfed
to course work that studying is really useless.

Becaning a success is a matter of hard work, luck
has little or nothing to do with it. '

Getting a good job depends mainly on béing in the
right place at the right time.

€6
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The average citizen can have an influence in
goverrment decisians.

This world is run by the few people in pover, and
there is not much the little guy can do about it.

When I make plans, I am almost certain that I can
make them work.

It is not always wise to plan too far ahead because

'mmyﬁnjngstuxnouttobeamatier/‘ofgoodorbad

forture anyhow.
There are certain peorle who are just no good.
There is sane good in averybody.

In my case getting what I want has little or nothing
to do with luck. .

Many times we might just as well decide what o do
by flipping a coin.

Who gets to be the boss often depends on who was
iucky enocugh to be in the right place first.

Getting pecple to do the right thing depends upon
ability, luck nas little or nothing to do with it.

As far as world affairs are concerned, most of us
are the victims of forces we can neither understand,

nor control.

By taking an active part in political and social
affairs the people can control world events.

Most people don't realize the extent to which their
lives are controlled by accidental happenings.

There really is no such thing as "luck."
One should always be willing to admit mistakes.
It is usualiy best to cover up one's mistakes.

It is hard to know whe":her or not a person really
likes you.

‘How many friends you have depends upon how m.ce a

person you are.
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. In ‘the long ‘ . ‘e Tor-bad: -
| '".‘-gove:rment ‘on'a national ‘as well as ‘on’a Tocal level.
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In the long run the bad thlngs that happen to us
are balanced by the good cnes.

Most misfortunes are the result of lack of ability,

ignorance, laziness, or all three.

With enocugh effort we can wipe ocut political cor-
ruption.

It is difficult for pecple to have much con'l:ool |
over the things poiiticians do in office.

Sametimes I can't understand how teachers arrive at
the grades they give.

There i1s a direct connect:'..on bemeen how hard I
study and the grades I get.

A good leader expects people to decide for them—-
selves what they should do.

A good leader makes it cledr to everybody wbat their

jobs are.

Mars N7 times I feel that I- have l_'L't‘t:le :Lnfluence over
the - Ju.ngs that happen to me. :

It is fimpossible for me to be,lie’ve “that c:hance cr
Juck plays an important role‘ in my life.

) People are _Lone.:.y because 'liiey don"t try ‘l:o be
friendly. : S

q']here s not muc:h use. :Ln try:l.ng 'too hard 'to please
,f_:people, ::_f:‘ 'I:hey llke you, '&1ey lme ycu. o

Ihere is 'too much emphaSlS on aﬂﬂe‘t:.cs J_n hl@ sclhool.,"
‘ ""Team sports are an’ excellent way to bu.u.d dlaracter. s
- Wha‘t haPPenS to me :Ls my cwn do::.ng. | = B

"'”_' '?.Scmet:.mes I feel 'Enat I‘ don"t," have enough contpo]_ f S
., over ‘the d:l.r'ecrt:e.on myj:,l:r_fe is ""'ta]cmg R

Most of tbe _‘l::.me I can unders'tand Why polrt:::.c:.ans
"‘behave ‘the wayi_ 'they d" - L TR
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A Test of Insight

This is a test of your understanding of the reasons why people
behave as they do. You will be given a characteristic behavior of each
of a number of men. Your task is to explain why each man behaves as.
he does. Read each description and then decide what ‘you think would
usually be the reason why a man does what this man does. Decide what
this man is like, what he wants to have or do, and what the results of
his behavior are apt to be. Write your explanation in the spaces in the
booklet. [Four lines were provided for each item.] If you think of
more than one explanation give the one you think is most :Iinpor%ént.

1. Mike never hesitates to express an opinion.

2. Art likes a good argument. _ “

3. Jimmy never keeps anything to himself.

4. Ron said, "Look what I've done."™

5. Chuck worries a lot about how he has done on exans .

6. Frank cares very little about what other people think of him.
7. Don glves lots of parties.

8. Tony works much harder +than most people.

9. Bob _enjoys be:x_ng a member of a large family. "

10. Wayzfle' will usually volunteer for a difficult task.
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Personal Reaction Inventory

Listed below are a number of statements concerning perscnal atti-
- tudes and traits. Read each item and decide whether the statement is
true or false as it pertains to YCu personally. Circle the appropriate
letter, T or F, opposite the item. ' '

When I don't know samething I don't at all mind admi‘l:tzi.n‘s',r it.
I scmetimes feel resentful when I don't get my ‘Way.

On a rew occasions, I have given up doing samething because
I thought too little of my ability.

There have been times when I was quite jealous of the good
for'tr.me of others.

I never make a long trip without chec]cn_ng the safe'ty of
my car. i

I always try to practice what I preach.

I'm always willing to admit it when I make a mistake.

I am sanetimes irritated by pecple who ask favors of me..

My table manners at hamne are as good as when T eat out
:Ln a restaurant.

I would never think of le'ttl.ng saneone else be punished
for my wrong-doings. o . o

T
T

HHHAH 4

-

Hy

H

o B B B

Hy
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Attitudes Toward School

Circle the rumber in front of the statement which best answers
each question.

1. How do you rate yourself in school ab::.]_rty ‘campared with your close

friends?
l. I am the best
2. I am above average
3. I am average
4, I am below average
5. I am the poorest.

2. How do you rate yourself in school ability campared with those in
your class at school? ' ‘

l. I am among the best

2. I am above average

3. 1 am average

4., I am below average

5. I am among the poorest

3. Where do you think you would rank in your class in high school"

1. among the best

2. above average

3. average - .

4, Dbelow average

5. among the poorest

4. Do you think you have 'I:he ab:Ll:L‘ty to ccmplete college” -

1. yes def:m:rtely
2. ‘'yes, probably =
3. - not sure eltherway :
b ,_pr’obably not o
"5". no

5. Where do you think you WOLlld ra:rﬂc :m your class in co]_'l_ege'?

1. among 'the best
2. above average
.. 3. average . S
L. “below average o e
5. among the poorest-. e
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In order to became a doctor, lawyer, or university professor, work
beyond four years of college is necessary. How likely do you
think it is that you could canplete such advanced work? ,

1. very likely

2. sanewhat likely

3. not sure either way
L. unlikely

5. most unlikely

Forget for a manent how others grade your work. In your own opinion
how good do you think your work is?

1. my work is excellent

2. my work is good o

3. my woark is average

4. my work is below average

S. my work is much below average

What kind of grades do you think yoﬁ are ‘capable of getting?

l. mostly A's
2. mostly B's
3. mostly C's
4, mostly D's o
5. mostly (E's) F's

How interesting to you is Social Science 1012
1. Campletely dull and wninteresting

2. Samewhat dull =~ -
3. All right
4. Samewhat interesting
5. Very interesting '
How related to your interests and career goals is Social Science
1012 S : o ' :
B 1. Canplefely unrelated to ny interests
and career.goals. = ) o
2. Samewhat unrelated
3. Soamewhat related ' |
ooy, Strongly related to my interests and
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Would you take Social Science 101 if it were not required?

1.
2.
3.
L.

Definitely no
Prcobably no
Probably yes
Defini'tely yes

During the last school year, did you ever stay away fram school
just because you didn't want to came? _

1.
2.
3.
L.
5.

no
yes, for 1 or 2 days
yes, for 3 to € days
yes, for 7 to 15 days
yes, for 16 or more- days

How many bocks did you read (not including those requ:n_r'ed for
school) over the past summer? Do not.count magazines.

1.
2.
3.
L.
S.

none
1 or 2
3 to S5
6 to 10
11 or more

How good a student do you want to be in school?

1.
2.
3.

L.

S.

you fee1°

1.
2.
3.

l+. .
- I would do almost anyth:mg to: stay :|_n sc'hool

5.

one of the best students in my class

above the middle of the class .
in the middle of my class

just good encugh 'to get by

I don't care -

.'If. scme'ti'ung happened and you had 'to stop school now, how would‘l

very happy—-—I'd like to quit v g
I wouldn't care one way or the oﬁ1er

I would be dJ.sappomted

I'd +xry hard to continue:

-

. P ,;,
L T .
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General directions
Following is a list of statements about YOU. Reach each state—

ment carefully! Then decide whether this statement is how you always
feel, usually feel, sanetimes feel or never feel.

Numbexr Meaning of Number
1 This statement would never describe the way I feel.
2 This statement sametimes describes the way I feel.
3 This statement usually describes the way I feel.
L This statement alwavs describes the way I feel.

Try to answer each statement--if possible, do not leave any blank.

- There are no right or wrong answers. The answers apply only to
you. The waj you answer these statements will not affect your school
marks in any way. Circle the number that best describes how you feel.

It is best to mark your first impression, try not to change your
answer.. If you change an answer, erase campletely your first choice.
Remember to answer the statements as they apply to you!

EXAMPLE:.
1. .I feel it is always a good 'thix_]g

to be hcnest. | 1 (@2 3 4
This individual has chosen nmber *¥2" for the statement "I feel it is
always a good thing to be honest." This means he feels that this state- -
ment sametimes describes him. " - N
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Nervousness while taking an exam or test hinders me
fram doing well.

I like to study.

In a course where I have been doing poorly, my fear
of a bad grade cuts down my efficiency.

I like to make the best grades possible.

I feel that I haven't any goals or purpose in life.
I find that my mind goes blank at the beginning of
an exam, and it takes me a few minutes before I can’

function.

I have a hard tHime concentrating on the subject
during class periods.

The more important the exanm, the less well I seem
to do. .

When I am poorly prepared for an exam or test, I get
upsSet, and do less well than even my :oe.._'tm.cted
knowledge should allow.

I want very much to be a success.

I am so tired fram worrying about an exam, that I
find T almost don't care how well I do by the
time I start the test.

Most of my school subjects are a camplete waste
of 1::|.me.

When I don't do well on a d:.ff:.cul‘t item at the
beginning of an exam, it tends to upset me so that
I block on even easy questi.ons later on.

I 1:|_ke j‘US't abou't everyth.:.ng abou't school.

I '°:Lnd myself read:mg exam questions without under- |
standing them, and I must go back over 'Enen so
;that 'Eney w:LJ_'L mzke sense. . -

T el et

Never

=

H.

Sametimes

Usually

Always

N

N

NN

W

w

w

r

r



16.

17.

18.

68

Time pressure on an exam causes me to do worse than
the rest of the group under similar conditions.

It is difficult for me to keep interested in most
of my school subjects.

During exams or Ttests, I block an questions to

which I know the answers, even though I might
remenber them as soon as the exam is over.

et

Never

-

)

Sameti

N

Usually

Always

w

=
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Code No.

(for project use)

Background Information

As part of this study, we wculd like to know something about you.
For each question, circle the number which corresponds to your answer.

l. Sex:
- !
1. Male , |
2. Female ‘l

2. 'ég_e_: (circle your answer)

18

=Py

20

21

22

23

24

25

26 and older

1. Black (Negro)

2. White (Caucasian) .
3. Other (please specify: __ : )

It is necessary for us to ask for your name so that we can cbtain
further information. However, opnce you have been assigned a code
nunber to identify your questomla.:re by, your name will be
removed fram the queﬁtl.onna:me and it will be identified only by
the number. The questionnaires will be seen only by people who
are working on the research project and your answers will be
ccmple'tely confldentn.al X

Name o : ‘ CodeNo.

(for project use)
If you' would like to learn the results of this study, please put
an address where you can be reached a year fram now:

Stree-t

City and' State
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What is your father!'s occupation? Please be specific,
describe just what he does.

(If deceased, what did he do? If you have lived with a
stepfather for five years or more, answer the question
for him.)

What is your mother's occupation? Please be specific.

(If deceased, what did she do? If you have lived with a step-
mother for five years or more, answer the question: for her.)

- What was your father's education? Circle the number for your

answer.

1l.. Eighth grade or less.

2. Samne high school, but didn't graduate.
3. Graduated fram high school.

4. Sane college, but didn't graduate.

‘5. Graduated fram college.

What was your mother's education?

"1l. Eighth grade or less.

Same high school, .but didn't graduate.

-2.

3. Graduated fram high school.

4. Same college, but didn't graduate.
5 _

- Graduated from college.
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8. What year did ycu graduate fram high school? (Circle your
answer.)

1969
1568
1967
1966
1965
1s64
1963
1962
19861
1960 or earlier

9. What are your plans for an edvcatian?

1. I am taking courses but not working for a degree.
2. I plan to get an AA degree (graduate fram a junior
college). -

3. I plan to get a BA or same other degree granted by

a four—-year college.
4, I plan to do graduate wark after graduating fram a
four-year college.

10. Five years after campleting your educaticn, what job do
you plan to have?
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ll. - S:ane gradua't::.ng fran h:Lgh school have you attended any ofnefr'

.1', No
-2, Yes

- 12. What g;r’ade do you expect to ge't J_n Soc::.al Sc:.ence lOl"

1. Dr'oba.’i:»ly A.

2. Probably B..
3. Probably C. .
4.  Probably D.
5. Probably ]E' _

| 13. . Below is a- J_':st of clubs and orgaruza'tlons“dt'i I..oop College.'
Please: circle the nunbers of those you: are ar member of or
planto;;om.._" T SR 4 : T

S “ASPA (Academ:Lc Soc1ety for Po:l_rt:l_cal Affa:.rs)
- 2. Afro-American Club =
3. Associate Colleg:n.ate Players (natx.onal honor soc:.e‘l:y in
L4, Biology Club SN
5. Black S‘tudent Un.:l.on o

e Black TambuAsCIub L
D '7. Campus Crusade for 'C‘hrlst
B Chess Club Lo -

Canputer Club

] Debate ?.Club o
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26. Phi Theta Kappa (honorary scholastic society)
27. Reader's Theater

28. Ski Club

29. Students for a Democratic Society (SDS)

"30. Smden't Goverrment

31. Student Mobilization Camnittee (antl.—-war orga:m.zatl.on)

32. “Sweepers, Limited ‘

33. Third World Coalition (stu.den‘t newspaper by the Afro-
Amer:Lcan Student Association, Black Tambua Club, and
OLAS) - . .

34, Wr:.‘texs Workshop

. 'Ihank you for ta]cmg part in th:Ls study Remember tha-t
- other classes will be receiving this quest:.onna:l.re and
the study would be spoiled if they had heard. about it
in advance. Please do not d::.scuss 'the study W:L‘lfn other

Loop smden'ts. ‘ _




APPENDIX C

RESULTS OF FACTOR ANALYSE.'S OF 'II—IE F
RO'ITER I-E SCAI_E

Separate factor analyses of the I—E scale were. perfo:rmed for
Negro and white subjects. The I-E 1tems . were Jnteroorzelated with
Pearson product mament correlatlms, and were .Lactor analyzed by the
pr::.nca.pal canponents me'tfnod, with multlple R's in the d::.agonal An
orthogonal rota'l:l.on of the factor matrix was perfo:rmed. Alt‘twugh sane .
general facl:ors appeared, none corresponded to the f:|_rst person ‘
(Personal Control) and third person (Control IdeolOgy) factors found
by Gurin et al. (1969). . '

'For Negro students (see Table ’22); the first factor had a
number of 1tems relat:n_ng to chanoe or acca.dent ("It is :meoss:.ble for
me to belleve that chance or Juck plays an important role ::_n my life,"
"Most people don't rea_'L'Lze the extent to. wh:.ch their lives are con—
trolled by accidental happen:Lngs ," etc.) The second factor related to.
political control, with hlgh 1oad:|.ngs for 1tens such as "One of the -
major reasons why we have wars is because people don t mke enough _
interest in’ POll't'_'LCS " and “W:Lth en0ugh effort we can W:Lpe out POl’.'L'l:Lcal,
oorruptl_on o The ﬂu.rd factor referred to J.nterpersonal relati.onshlps, .
to be:l_ng llked by others and be:x.ng a’ leader L ~ ‘

For the white students (see Table 23), the f:Lrst factor was dlf’- : .

- ficult to. :Lnterpret. ‘ It conta:x.ned scme Very general 1tems W:L.‘l:h. no"
: 'SPGC.‘LflC content ("Scmet:.mes I feel ﬁlat I don't have encugh cont:’ol

over ‘Lhe d:L:rectLon my J.J_fe :Ls tak:ing ") and sane :Ltems wh:Lc-h related to .7 S

| _;mterpersonal relatl.onsh::.ps ("'Ihere s not muc:h use :Ln try:.ng too hard

‘to please people, 1f they l:nJce you, ﬁley ZL:Lke you ") 'Jhe seoond factor
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- related to control over acadan:Lc hfe ("There is a d:l.rect cormection
be‘t_ween how ‘hard T study and ﬁ'xe grades I get ). and the third factor
rela'ted to luck and occupatn.onal success ("Who gets to be. the. boss-
often depends on who was .1lucky enough to be.in the right place first. ™)
Because both sampleﬁ :_nvolved few subjects, the factors obta:med'
cannot be considered def:Ln:LtLve.. However, 't.he Gur'm et al.- facl:ors ’
def:.m:tely did not emerge. _ In each : sample, there wefe one general fac- -
“tor and two specific fac-tors The spec1f1c fac'tors Were re.La:l:ed toa
sense of personal control in a part:n.cular con'tent area (polrl:lcs 5 :m'ter-
personal relatz.ons school, occupatlon) . - : | : : "
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- FACTORS OBTAINED FROM FACTOR ANALYSIS OF I-E SCALE--NEGROES =

“Factor'l ° . 7 Factor o . Factor 3
o o ‘Lack of Control ~ Political  Occupaticnal
Item No. Due to. Luck,.Acc1dent o Cantrel - -Control ST

27 e -22

i -13";;',1, §%1‘
St T S DU el

.8 s —.sw

-.02 .02 -.52

.05 .05 -1

10 - -.05 RS IO -.06
| | -.32 . .85 .20

.3 s L -.10
-2 s ’,  e

1 -2 a7 s

W N0 E W N
}
4:
X}

|

16 .' f,  | : :_;;04 "_1”  ;» v.ogl ..’_ g _!10_ 
17 “_' o .54 | .  a1z o -.01
S 18 C  ..  . .56k 'Lf: ;'  _  f}Ué .: 2 -7;21{9
'-‘»20{f  f- ' .!“ _”,§9?5  ;f”  '-ﬂ-"}‘-23f':f’  ' ;“—@06  '
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TABLE 23
FACTORS OBTAINED FROM FACTOR ANALYSIS OF I-E SCALES—WHITES

Factor 1 « - Fagi‘tor '2_ © Factor 3
General- ' . o _
interpersonal Academic  Occupational .
Item No. - Control ~ Control - Control

EB‘E'E(O\)G)(H;Q)N

15 -

16
17
18 -

. -008 s

. ..'0 3

.09"
s
- e 38

-.05 -
ERES s ERR
CTm
- -.06"

=08

.09

_.2”_
B -'?:;8 . o

.09 -

.09

-0l
.00

--18

-7
—.38 L

...11

-.56
.50 |

Co.02




© - APPENDIX D
ANAILYSES OF VARTANCE

'I’ABL'E 2'-r | o
ANALXSIS OF VARTIANCE OF SOCIAL SCIENCE GRALES (T—SCOREIS)

‘S_ource; : Mean:SQ_Uare - F - P

_&

Race:
SES
.. Tester
RxS

%7°72. o k72 < .05
._]_l_3 . o <1 |
-88.24 1 BE
286.41 . 3.02
3.67 <1
2‘-!- 25 - <1 n.s.

T
T
S , :
ey.e0 . Lot

b 0 % b
MK M

x T

'EI"I'OI’ o

O

‘L_)' "

7

TABLE' 25 L
' ANALYSIS OF VARIANCE OF ENGIISH COMPOSITION GRADE:S
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TABIE 26

ANALYSTS OF VARIANCE OF:.EDUCATIONAL ASPIRATION SCORES

Source

F

P".",

Race

SES »
Tester
RxS
RxT.

- S xT
RxSxT

"

HHHERH R

136

184
1.03 -
1.32
.93
.37
.8y
.67

.68 . .

1.23

1.51
1.93
1.35

e
1.2y
<1

n.s.

n.s. -
' MN.S.

n.s.

n.sS.

'TTABLE 27 ;%*?

~

ANAI_XSIS OF VARIANCE OF OCC[IPAT.'[QNAL ASPIRA'IION SCORES

e, 0uf*7 f'
"71r153_355
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. TABLE 28
ANALYSTS OF VARIANCE OF SOCIAL SCIENCE INTEREST SCORES

Source ar Mean Square ‘F p

21 <1 n.s.
11.31 1.82 n.s.

1.73 <1  n.s.
.13 o<1 n.s.
.03 < |

6.11 _ < 1 n.s.
.55 <1 ‘n.s.
6.21 cied i ees

Race

SES
Tester
RxS - |
RxT

S XTT
RxSxT ._
Error = 12

R n.s.

® HOH R

L

: ANAL::S;S OF VARTANCE:OF SCHOOL.AMBITION. SCORES: -

Source af - MeanSquare .- F . pooo

. SES- |

2.3 .. <1 ns.
139 - <1 muse -
8407 i aaazi o laais

1
. - l
Tester . 1
CR=T i
- SxT | o 1
O RxSxT . 1
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TABIE 30
ANALYSIS ‘OF VARIANCE OF SCHOOL INTEREST-TOTAL SCORES

Source ' af Mean Square F - P

28.90 1.75 n.s.
.99 : <1 n.s.
" 71.76 4.u8 < .05
7.10 < 1l- n.s.
6.71 <1 n.s.
17.10 1.07 n.s.
L_.76 o< 1 Nn.s.
16.00

Race

SES
Tester -
Rx S
RxT
SxT |
RxSxT

HERKHHRHEKH

5
;

| TABIE 31
.ANALYSIS OF VARIANCE OF ACT ENGLISH SCORES

v

530.74  ©  27.28 < .001-
2.41 < 1 o ‘n.sf..
1n.ul R <1 . n.s.
| B4 i <d- ¢ mes. o
s3.s2 2,750 mis.
2.260 135 mes.

]
M
.m:

) H o [T

5
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 ANALYSTS OF VARIANCE OF ACT MATHEMATICS SCORES

Source aft - Mean Square - - F e P

577.05  20.65 < .001
u9.30 1.76  n.s.
5.97 <1 n.s. -
7.89 <1 Cnes. L
52.58  1.88  n.ss.
5.63 <1 " n.s.
28.70. . 1.03 . n.s.
27.95  eeeen . 0

Race

SBS .
Tester
Rx.S
RxT
SxT
RxSxT
Error

M H K H PR

po

3

| ANALYSTS OF. VARIANCE OF ACT SOCIAL STUDIES SCORES - .

-
M
o
o H..;H"F" R R R
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: ANALXSIS,QEQVARIANCB;OIQAC¢.NAIGRALpscIENCB_SCORES,‘ :

. ' 533.80 |
| 112 o<1
- .7 . - <1
L. 2u.69 . <
o 378 o . <1

»

"'VARTANCE::
L A
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i TABLE '—l-O _
‘ ANALYSIS OF VARIANCE OF NEED POR ACHIEIVEMENT SCORE.'S

CUSES- . |
-Tester- R

1

1 o .00'.5'..3 I F"}_n.s. »
 Rxs a1 ,' 1707 S 1.23 . ,"nf;s".':;.i e

1

1

o

Rx T B : 6 92 SN <l e MesSe PO
io x T v ' : g
_RxSxT R o

6.17 . <1 - ns.
18 59 7o ol.sw o - dnis.




APPENDIX E

B\T’]ERCORREI_ATIONS OF MAJOR VARIABI_ES

TABI.E '+2.

INTERCORRELAIIONS OF MATOR VARIABEES—%NEGROESa LR

' '9".,:;' o
ACI'-Tctal

10,

11,

Educational
Aspiration
Social Science
Interest
School

- Interest-Total -
School Anbltlon

N ach

Self-Cohcept

of Ability

- Test Ama.ety
. Perscnal

Con'l:ml
I-E - -

Soc1al Sc:.ence |

| Grade--T—Score | " |
Vamance B ‘

ceeer W06 .35 BOEE 25 ugE

.26 ...,.;ffv’-.os, | ;.u7*§w ‘» .37 .f;f-;08 .f |

.07 ar 0 20 -8
.27 =0T 0. .28 o 026 “

Notes

-"dlagonal N's ranged fran 25 to 35
_ above and to ﬂme mght | N" -ranged-




et il b
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THBLE 43

INTERCORRELAIIONS FOR.M%JOR.VARIABLES——WHITES

1,["; 2;7injf3:f*a,wff#;*?;;Vs;j“i; sti?”

1. Educational
Asp:':r'a'tion‘

2. ‘8001al 801ence

o Inte:na.t

3. School .

ﬁrteres-!l:-‘-i'otalvf .

4. School Ambition »,
5. Nach =

6. Se]_f-Cmcep't_
’ of Ability

7. Test.Anx1ety3f:
8. Personal

s. I-E- | -J
10. ACT-Total

ll. : ’_-Soc:Lal Sc:.ence

Gr*ade—-T—Score ‘

Ceeeee.s L33 1260 o ngER .03 .5uE

J'?Qé fl”i};ki;{fff¢;33§ f :§§::‘

.34% o 35% 78“‘ f o b AN 50**;j
18 - .10 ~,;.37#=*§;:;14 il ae

o nss -;25){3f,-;2o,f“7;.}gq-f;ﬁ;.f;QS‘fj;...;.. .
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